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Abstract 
The aim of the current study was to support  
learning. We designed a methodical instruction for guided core reflection (Korthagen & Vasalos, 2005; Husu, et al., 
2009), and aimed to find out: How do beginning dance teachers reflect following the guided core reflection procedure 
and which levels of teacher activity are reached with guided core reflection instruction? Data (840 units of reflection) 
was collected from nine dance students studying at a university in Estonia. The findings suggest that the developed 
instruction seems to be successful in supporting  reflection.  
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1. Introduction 
1.1. Contemporary views on dance education 
The pedagogical practice of tertiary dance education has, during the recent decades, changed 
considerably. In the 1970s and 1980s tertiary dance education in North-America and many European 
countries focused mainly on mastering one prescribed dance style (e.g. Graham or Cunningham modern 
dance style, or classical ballet) and the repertoire of theatrically defined dance products through copying 
the teacher (Smith-Autard, 
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experiences in 
Gilbert, 1992; Lakes, 2005; Lavender, 1996; Morris, 2003; Shapiro, 1998; Smith-Autard, 2002; Stinson, 
1997, 1998) have criticised this narrow approach to dance education and called for dance educators to 
recognise and support the individuality of their dance students. From the 1990s onwards the pedagogy in 
tertiary dance education has moved towards a more student-centred practice (Smith-Autard, 2002). More 
specificall
contemporary dance education should be: elaborate imagination; flexibility; rationality; criticalness; 
creativity; risk taking and innovation. Competence, motivation and confidence are important in order to 
-centred teaching 
and creativity and teaching dance technical skills (Jobbins, 2006).  
New approaches in dance education have also set new and higher demands for teachers. There is a 
need to pay more attention to the individual development of students and analysis of their experiences. 
 reflection in organising the study process into account helps the student to establish 
personal connection with the material and to get motivation for the learning activity. Thoughtful 
observations and remarks assist the students in understanding the results of the learning activities and in 
evaluating themselves and their development (Anttila, 2003). However, the dance teacher is able to 
conform to the new requirements in case he/she is capable of reflecting on his/her own activities and 
makes consecutive decisions in his/her pedagogical work. Therefore, reflection is a key element in dance 
g. Leijen, Admiraal, Wildschut, & Simons, 2008; Leijen, Lam, Wildschut, & 
in the course of initial teacher education.  
1.2. Reflection in initial teacher education  
Reflection is defined as a cognitive process (e.g. Dewey, 1933; Mezirow, 1991; Schön, 1983) carried 
regulation of that cognition (Simons, 1994). Despite consensus on the importance of reflection for 
learning, there are different interpretations of reflection in education. The three different perspectives on 
reflection in education are embedded in the philosophical traditions of pragmatism (e.g. Dewey, 1933; 
Schön, 1983; Korthagen, 1985), critical social theory (e.g. Van Manen, 1995; Mezirow, 1991) and Kant 
(Procee, 2006). See e.g. Procee (2006), Leijen, Lam, Wildschut, & Simons, (2008) and Leijen, Valtna, 
Leijen, & Pedaste (2012) for further discussion of these different traditions. In line with research tradition 
in teacher education (Korthagen, 1985; Korthagen & Vasalos, 2005, Husu, Toom, & Patrikainen, 2009), 
the current research follows the approach to reflection. Accordingly, reflection is facilitated 
in teacher education programmes to allow student teachers to become conscious of and thoughtful about 
their actions, as opposed to using trial and error to deal with confusing and problematic situations.  
Teacher activity requires conscious reflection, but due to the peculiarity of the profession it takes place 
in complicated terms. It is difficult to reflect because the situations are quick and critical (hot action) 
(Eraut, 1995) and hesitation means downfall and therefore leaves no time for calm analysis and thought. 
Standard solutions for problematic situations become unconscious and no analysis is used for specific 
situations. Teachers use previous already functioning solutions. Time pressure and the need for solutions 
can bring about random reflection (on a burning problem) and a solution is proposed before the essence of 
the problem has become entirely clear (Korthagen & Vasalos, 2005). 
ALACT model that was developed to support student teacher reflection process by Fred Korthagen 
(1985) is also a suitable frame for enhancing the reflection of dance teachers. According to the model, the 
process of reflection consists of five phases: 1) action, 2) looking back at the action, 3) becoming aware 
of the essential aspects, 4) creating alternative methods of action, 5) trial of the alternative methods of 
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action. The ALACT model describes a structured reflective process, but it does not tell us much about the 
content of reflection: what does or should the teacher reflect upon? To answer this we can consider the 
onion model (Korthagen & Vasalos, 2005) that contains six levels which can influence the functioning of 
a teacher. These levels are: the environment that refers to everything that is outside of the person; 
behaviour competencies that include 
different competences of a person; beliefs that include different beliefs of a person; identity that refers to 
the self-understating of a person; mission that refers to callings and inspirations of a person. Moreover, 
Korthagen (2005) distinguishes between two concepts: reflection and core reflection. When reflection 
extends to the two deepest levels in onion-model it is referred to as core reflection. Characteristic of core 
reflection is the attention to core qualities in people (e.g. empathy, compassion, love and flexibility, 
courage, creativity, sensitivity, decisiveness, and spontaneity). Consciousness for core qualities helps the 
beginner teacher to better handle the critical situations. Directing attention to core reflection during their 
professional preparation can help prospective teachers to become more aware of the core qualities of their 
pupils, so that they will be better able to guide these children in their learning, and help them mobilize 
their core qualities, in school and in their future lives (Korthagen & Vasalos, 2005).  
Finally, successful reflection is difficult without some guidance and support: careful consideration of 
practice by means of guidance leads to better understanding of it. Teachers can be aided to be more 
competent (and effective) by helping them to identify and understand their work and its contradictions: 
the gap between what they aim to achieve and their actual practice (Husu et al., 2009). In guided core 
reflection, the focus is on (re)establishing deeper levels inside a person, and on creating room for new 
possibilities. The experienced practical work situations will be reviewed together with the 
supervisor/mentor and through guidance the beginner teacher could be able to see new perspectives in 
new situations. The supervisor should hereby be aware of his/her extend of intervention, which should not 
be too much and not too little. Korthagen & Vasalos (2005) present detailed overview of different 
reflection.  
1.3. Research problem 
As explained earlier, successful (core) reflection is difficult without guidance and support. Research 
shows that careful consideration of practice by means of guidance leads to a better understanding of it 
(Husu et al., 2009; Leijen, Lam, Wildschut, Simons, & Admiraal, 2009). In this study, we designed a 
methodical instruction for guided core reflection and aimed to find out: How do beginning dance teachers 
reflect following the guided core reflection procedure and which levels of teacher activity (mission, 
identity, conviction, competency, behaviour and environment) as distinguished by Korthagen & Vasalos, 
(2005) are reached with guided core reflection instruction? A small-scale qualitative study was carried out 
to answer the research question.  
2. Methods   
2.1. Sample  
The research was conducted among the nine student teachers of the final year (IV) of the Dance Arts 
study programme at Viljandi Culture Academy of the University of Tartu.  The average age of the student 
teachers was 23 years (standard deviation 0,9; the youngest being 22, the oldest 25). Their teaching 
experience varied between 4 and 36 months. Three student teachers had acquired their teaching 
experience in a municipal school of hobby education, two in a school of general education and institution 
451 Anu Sööt and Äli Leijen /  Procedia - Social and Behavioral Sciences  45 ( 2012 )  448 – 456 
of higher education, and one in a private hobby school. Depending on the practice school, the age of the 
students varied between 10 and 50 years.  
2.2. Methodical instruction for guided core reflection  
In order to collect data the methodical instruction (Table 1) of guided core reflection was developed 
based on the notion of core reflection (Korhagen & Vasalos, 2005) and guided reflection (Husu et al. 
2009). The basis of the instruction was the practical model of guided reflection of Husu et al. (2009) that 
consisted of three stages. The first stage included the videotaping of the activity/lesson, in which the 
activities of the teacher were centred upon and was followed by a stimulated recall interview.  The second 
stage included a reflective discussion and in the third stage the student teacher presented his/her portfolio. 
The stages and questions of the model of core reflection (Korhagen & Vasalos, 2005) were combined 
with the general stages described by Husu et al. (2009).  
The practical model of guided reflection of Husu et al. (2009) is based on an understanding that guided 
reflection of cumulative usage on 1) stimulated recall interviews 2) reflective discussions and 3) written 
recordings ensures effectiveness in developing the competency of a teacher. Critical 
circumstances/problematic situations and their analysis have a central position in the model of Husu et al. 
Similarly to the present research, Husu and colleagues (2009) conducted their research during the final 
period of teacher training.  
Table 1. Guided core reflection methodical instruction 
The stage and activity of the present research according to the 
model of Husu et al. (2009)  
The stages and questions of the model of core reflection of 
Korthageni (2005) (Figure 4)  
I stage 
1. Videotaping full dance lesson (focus on teacher`s action). 
 
 
1.1. Experiencing/problematic situation (Phase 1). 
 
2. Overseeing the videotaped material with the supervisor and 
STR (stimulated recall interview) max two days after 
videotaping. The aim is to clarify the situation of the classroom 
as much as possible and word the activity-related thoughts of 
the teacher.   
This part of the interview is not recorded or used for data 
analysis.  
 
2.1. Experiencing/problematic situation 
What kind of problems did you discover or are still question 
at issue? (Phase 1). 
 
II stage  
3. Reflective discussion  
1 week after STR.  
 
  
 
3.1. Awareness of ideal situation. 
What did you accomplish or were able to create? (Phase 2). 
3.2. Awareness of limiting factors. 
How did you repeatedly avoid restrictions (behaviour, 
feelings, image, beliefs)? 
3.3. Awareness of core characteristics/ strengths. 
What characteristics are necessary to realise an ideal 
situation and overcome restrictions/obstacles? (Phase 3). 
3.4. Actualising core characteristics/activities.  
 
 
III stage  
4. Written reflection 
1-2 week after reflective discussion. 
 
4.1. Awareness of ideal situation (Phase 2). 
4.2. Awareness of limiting factors (Phase 2). 
4.3. Awareness of core characteristics (Phase 3). 
4.4. Actualising core characteristics (Phase 4). 
 
dent testing of new conduct after guided 
core reflection. 
5.1. Testing new conduct (Phase 5). 
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2.3. Data collection and procedure 
 
The empirical data of the research was gathered following the methodical instruction of guided core 
reflection during the school practicum of student teachers. An electronic notice was sent to all nine 
participants. The notice gave a short overview of the aim and stages of the research, asked about readiness 
to participate in the research and the time and place of stimulated recall interview and videotaped dance 
lessons was agreed upon on the phone. All interviews were conducted within the premises of the 
university, which were the study institution for the students and a place of work for the researcher.  The 
interviews lasted from 30 to 70 minutes. According to the methodical instruction of the guided core 
reflection the research has three stages. 
I stage. Conducting a 45-minute dance lesson with the student teacher
style. The conduct of the dance lesson included the videotaping of the full lesson, in which the student 
teacher
The aim of the interview was to get as close to the situation in the class as possible and word the thoughts 
of the student teacher about his/her action.  The videotaped dance lesson was reviewed together with the 
researcher; the student teacher explained the situation in the class and his/her action. Then he/she 
described the critical incidents/problematic situations that took place in the class. Questions about the 
problems in the class helped the student teacher to see the occurred situations more clearly and at the end 
of the meeting the student teacher chose one critical situation with which he/she decided to carry further.  
II stage. Reflective discussion or semi-structured interview took place a week after the stimulated 
recall interview. The critical incident/problematic situation chosen by the student teacher was set as a 
basis of the discussion. The task of the researcher was to observe the interventions of the core reflection 
model and focus on two main aspects: the awareness of an ideal situation and awareness of restrictions. 
The first aspect answered the question Awareness of 
restrictions (restrictions of behaviour, feelings, image, beliefs) was answered by questions 
the restrictions arising from you or the students that hindered accomplishing an ideal/desired situation? 
Ho  After that awareness of core characteristics and the 
actualising of core characteristics was focused on. The student teacher expanded upon the situation in the 
context of learning and teaching and the role of himself/herself as a teacher, things that inspire him/her 
and knowledge from teaching experience. At the end of the interview the researcher provided the student 
teacher with the sub-items of written reflection and sent it also via e-mail on request. The reflective 
discussion was recorded with a Dictaphone upon agreement and after the interview the research data was 
fully transcribed. 
III stage. Written reflection that consisted of the sub-items of the reflective discussion of the previous 
stage was presented one week after the second stage by the student teacher via e-mail.  
2.4. Data analysis 
All data of interviews and written reflections was coded to answer the research questions. The analysis 
of transcribed interviews and written reflections began by dividing data into units of analysis. A unit of 
analysis was a smallest unit that beard independent meaning from reflection levels point of view. The text 
was coded thought by thought, one unit of analysis being one understandable thought or idea with a 
distinct meaning. Conjunctions, words with no meaning and embolalia were not coded. 840 units of 
analysis of which 500 were found from interviews and 340 from written reflections were coded 
altogether. 
As the second step of the analysis the first author of the article coded all 840 units of analysis 
according to the coding scheme of Korthagen & Vasalos (2005) that was created on the basis of the six 
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levels of the onion model. Thereafter an independent expert with 19 years of working experience in 
tertiary dance education was asked to code 10% of randomly selected interviews and written reflections. 
Concurrency of 81% in units of analysis and 77% in reflection levels was found. The results occurred at 
first attempt and without previous training of categorisation with the expert. The concurrency of 
determining categories could be considered acceptable as it was a first-time introduction of the coding 
schema of reflection levels in researching beginner dance teachers. 
3. Results  
Summary of the results regarding the levels of reflection in interviews and written reflections are 
presented in Table 2. The frequency of presentation and percentage of all units of analysis has been 
written down with each category that describes a specific level. As shown in Table 2, the most reflected 
level of reflection was conviction (26%). This was followed by the level of identity (23%) and 
environment (18%).   
Table 2. Frequency of occurrence of reflection levels and percentage of interview and written reflection idea units (N=840) 
Reflection level  Interview Written reflection Total 
Environment 101 (20%) 46 (14%) 147 (18%) 
Behaviour 49 (10%) 27 (8%) 76 (9%) 
Competencies 78 (16%) 53 (16%) 131 (16%) 
Beliefs 106 (21%) 109 (32%) 215 (26%) 
Identity 116 (23%) 76 (22%) 192 (23%) 
Mission 50 (10%) 29 (9%) 79 (9%) 
Total 500 (100%) 340 (100%) 840 (100%) 
 
Units in which the student teachers mentioned their convictions, beliefs, principles and value 
judgements fell into the category of the convictions level (N=215). Convictions occurred in interviews as 
well as in written reflections. Convictions were expectedly most frequent topics that discussed the 
principles of teaching or principles that were gained through teaching experience. Here many student 
teachers brought out how dancing should be taught and how a dance teacher should behave: it seems to 
me that in dance education it is very easy to teach form, show how to move and what to do, to move 
towards technical perfection. On the other hand, 
the cognitive and experiential side of dancing. Therefore, high-quality dance education should involve 
both: teaching the technique of dancing and dealing with the awareness of dancing. The last aspect is 
strongly connected with my views on teaching and learning. I think that the teaching of dancing is not 
limited just to dancing; speaking about dancing and moving is equally important, as well as seeing and 
analysing the dance.  
The category of identity (N=192) included units of how and as whom did the student teachers perceive 
and determine themselves in situations of teaching as well as individually. Although their chosen 
speciality prepares them for becoming a dance teacher, their desire to develop more as a teacher and to 
test themselves as a teacher, choreographer and artist was evident. At the same time it was possible to 
perceive increase in self-confidence during teaching experience. The most identity level idea units were 
brought out in answering a question: who are you? How and as whom do you perceive yourself? Also, 
many identity level units were brought out with questions: what have you learned about yourself through 
teaching? Answers included: 
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actually it is not something that would make me pale (I have learned that actually I am a very open-
minded person and I am able of coming up with new ideas/.../I have changed a lot. 
The level category of environment (N=147) included units that were considered distinct from oneself, 
including the position of the classroom, curriculum, students and their action, school culture together with 
its visible and invisible norms. Other circumstances connected with behaviour and environment. The 
main aspects that were included on the level of envir
hopes and wishes, and less about school environment and topics that concerned a supervisor or a mentor. 
The level category of competencies and skills (N=131) included units that discussed competencies and 
skills. Things that are already mastered and things that are not. The mentioned category included 
competencies and skills that were mentioned because of the mobilisation of acquired experience, new 
knowledge and strengths. Also circumstances that limit competencies and skills. 
The level category of mission (N=79) included units that discussed role in life and chosen speciality, 
calling, inspiration, wishes and accomplishments. A discussion was held about aspirations, what to offer 
and teach others. The resear
forward as well as possible, at the same time being very aware of their action and skills. The role in the 
chosen speciality was mentioned foremost: I would like my students to understand that anything can be 
done and thought and nothing is wrong. As a result of my speciality I am trying to give forward my 
and teaches how to learn to accept each other. I would let them know that students and teachers are 
equal on the scale of humanity.  
The level category of behaviour (N=76) included idea units that were mentioned as the behaviour of 
oneself or others. The level included answers to the following questions: what did I do? How did I 
behave? What were my models of behaviour and behaviour limiting circumstances? The units of the level 
of behaviour were most uncommon, the student teachers perceived the researched discussions more on 
the level of principles, convictions, their identity and role, and less on the level of a specific behaviour. 
4. Discussion  
The present research was aimed to find out how do beginning dance teachers reflect following the 
guided core reflection procedure, and which levels of teacher activity are reached with guided core 
reflection instruction. The results showed that reflections on all six levels of the onion model took place, 
most units being on the level of convictions, followed by identity, environment, competencies, mission 
and behaviour. These findings suggest that the onion model helped to specify on which levels are the 
teaching process. Moreover, we found that the 
developed procedure facilitated novice teachers to reflect on all levels, including the deeper levels that 
Korhageni & Vasalose (2005) characterize as core reflection. As explained earlier, reaching core 
reflection is helping student teachers to better handle critical situations. 
Besides the importance of reaching deeper levels of reflection, it is important to note the value of the 
as well as the other way round. Contact with the environment makes it possible to direct the reflection 
process towards the inner levels of identity and mission, it is also necessary to direct the reflection from 
so that the inner and outer would come together (Korthagen & Vasalos, 2005). Korthagen & Vasalos 
(2005) bring out that in case of deep reflection less emphasis should be put on the analysis of problematic 
situations because it leads to a decrease in the course of activity and therefore loses contact with the 
deeper levels.  Similarly, in case of the present research the focus was on finding the new possibilities 
rather than merely analysing the problematic situations. New possibilities were brought up by means of 
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the following sub-questions. What is the ideal solution that the teacher desires to reach? What are the 
limiting circumstances of reaching the ideal situation? Such an approach provided a possibility to expand 
on these topics, to contemplate on the 
and further patterns of behaviour without getting stuck in the initial problem. 
In conclusion it can be said that connecting the models of Korthagen & Vasalos (2005) and Husu et al. 
(2009) in elaborating the methodical instruction of guided core reflection and guiding reflection for 
beginner dance teachers seems to be successful, because the mentioned method fostered the reflection of 
beginner teachers on all six levels. The model seems to support the students to see their own problems 
Any further generalization of presented results should 
be approached with caution owing to the small scale of the study and selected research design. Further 
research is needed to test the developed intervention and validate the results of the current study.  
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